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The purpose of this study was to investigate the extent
to which principals utilize selected intervention strategies
to improve the performance of marginal teachers.
A questionnaire that measured the extent to which
principals use (1) clinical supervision, (b) the mentor
teacher, (3) peer coaching, and (4) staff development was
sent to fifty elementary school principals randomly selected
from schools in five Atlanta metropolitan school systems.
Demographic data relative to the sample were also obtained
through the questionnaire. Thirty-six completed
questionnaires were returned and analyzed.
The findings revealed that 50 percent of the principals
indicated they often use clinical supervision and the mentor
teacher as intervention strategies. Staff development was
the only strategy that was very often used by 46 percent of
the principals. Peer coaching was often utilized by 37
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percent of the principals. This is the only intervention
strategy that was never used by 26 percent of the
principals.
An analysis of the demographic trait gender indicated
that there was a difference in the extent to which females
and males use peer coaching as an intervention strategy.
Females indicated that they sometimes use peer coaching/ and
males indicated that they seldom used this strategy. There
was no significant difference between the use of selected
intervention strategies in terms of gender.
Recommendations include a diagnostic approach for
identifying problems related to a teacher's marginal
performance so that the principal can select and utilize
effective strategies that will address the causes of the
problems of the marginal teacher. Principals should
participate in inservice, conferences, and other staff
development activities that will enhance their awareness of
current trends and utilization of various intervention
strategies to improve the performance of marginal teachers.
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The nation is gearing up for a massive educational
restructuring in what may be a final effort to bring back
the quality and reputation that America's public schools
once held (Bridges 1990). According to Elam et al. (1992),
much thought has gone into changes in organizational
structure and innovative programming; however, a major issue
regarding thousands of teachers who function at substandard
levels in all too many classrooms has yet to be addressed.
Even the latest educational reform proposals indicate little
concern for this growing problem and the difficulties that
confront the principals who work with these ineffective
teachers (Arnold 1992).
Teachers and teacher educators have received the
brunt of much criticism recently. They have been labeled
with mediocrity, illiteracy, and incompetence (Lemon 1992) .
Good teachers are leaving the profession more rapidly than
their less able peers (Groves 1993) . Teacher education
programs have been declared inadequate, ineffective, and in
some cases totally irrelevant and detrimental to the entry
of qualified people into the profession. Despite the dismal
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picture that has been painted, the teacher is the most
important person to the field of education. There can be no
excellence in education without first-rate teachers (Herman
1992) .
Principals do not like to discuss or admit they have
incompetent teachers on the staff because it seems to be a
reflection on the principal's leadership. The fact remains
that in a public service as large as education we are bound
to have a number of people who perform below an acceptable
level of competence (Frase and Hetzel 1990) . Based on a
study by Johnson (1990), 5 to 15 percent of practicing
teachers are incompetent or below reasonable standards.
According to Bridges (1991) , the actual number of substan¬
dard teachers in our schools is 110,000. This number is
enough to staff every classroom in the smallest state. No
doubt, this situation can jeopardize the learning of 2.7
million students each year. Statistics such as these
suggest that the severity of the problem can no longer be
ignored (Fuhr 1990) .
Many school administrators rank the task of super¬
vising the marginal teacher as being one of the toughest
challenges they face in their quest for educational excel¬
lence among their teaching staff (Fuhr 1990) . Fuhr gave
two reasons for this challenge; (1) Some principals were
never trained to deal with the problem of the marginal
teacher, and (2) some principals cannot get the support and
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cooperation they need from their supervisors and division
offices. As a result of this, many marginal teachers con¬
tinue to cause frustration among students, faculty, and
administrators.
No school can afford poor teaching by anyone. Poor
teaching by marginal teachers on the staff is damaging to a
school. This is evidenced by research conducted by Elam and
Lowell (1992) which indicated that poor teaching contributes
to the student dropout rate, discipline problems in the
classroom, and students who do not achieve academically.
The concern, therefore, is what can be done by principals
and supervisors to bring marginal teachers up to an accept¬
able level of competence and keep them from being dismissed.
Purpose of the Study
The purpose of this study was to investigate
principals' intervention strategies that may be utilized to
improve the teaching performance of marginal teachers. One
of the principal's major responsibilities is to supervise
teachers, with the purpose of promoting their professional
growth and assisting them to succeed (Lemon 1992). The
principal must, therefore, be able to recognize when a
teacher is inadequate and know how to develop a diagnostic
and prescriptive plan to improve performance. Since there
is a concern with the performance of the marginal teacher,
the focus of this study is on rehabilitation, not dismissal.
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According to Gobert and Melnick (1993) , it may be true that
marginal teachers with certain problems are not salvageable;
however / with adequate diagnosis and appropriate prescrip¬
tion, the performance of many can be dramatically improved.
Background of the Problem
For decades, public school parents have expressed
concerns about the quality of teaching in the schools. In
an annual Gallop Poll (1991) in which 45 percent of the
parents participated, it was indicated that the parents
believed that some teachers should be dismissed because of
poor performance (Clear and Box 1992) . Bridges (1992)
suggested that the quality of teaching has an effect on the
achievement level of students. It is, therefore, very
important for school administrators to identify poor teach¬
ing as a serious problem in the schools.
Research studies on the marginal teacher which have
been conducted over the years clearly indicate that a
teacher may become marginal for a variety of reasons (Frase,
Arnold, and Fuhr 1990; Reiehl 1992). Bridges (1990) identi¬
fied some typical indicators often considered in determining
who is marginal. These include the following; (1) failure
to maintain discipline, (2) inability to effectively impart
subject matter, (3) lack of subject matter mastery, (4)
inadequate relations with students, and (5) failure to pro¬
duce desired results in the classroom (Bridges 1990).
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Steinmetz (1990), on the other hand, suggested that there
are three major causes of unsatisfactory performance of
marginal teachers. These are; (1) managerial and/or organ¬
izational problems, (2) inadequate technical skills, and (3)
outside or non-job-related influences affecting the teacher.
Lerch (1990) , in his research, surveyed the reasons for
teachers being placed on probation or nonrenewal of their
contracts. He noted serious deficiencies in behavior man¬
agement, student motivation, communication, and planning.
Literature on instructional leadership and super¬
vision has documented that most principals' working days are
focused on management activities unrelated to curriculum and
instruction (Bridges 1990) , ' For most principals, Hallinger
(1990) has observed that the area receiving the least atten¬
tion is supervision of instruction.
Teacher incompetency colors the public's perception
of all teachers. Although incompetent teachers comprise
only about 5 percent of the teacher population, they cast a
shadow over the remaining 95 percent who fulfill their
responsibilities within acceptable standards of profession¬
alism and competence (Fuhr 1990) .
Principals are responsible for managing an effective
intervention program for the improvement of performance of
marginal teachers. Due to the lack of knowledge of effec¬
tive intervention strategies and their applications. Bridges
(1990) claimed that most principals have received very
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little training in how to identify the causes of a teacher's
performance and prescribe appropriate intervention strate¬
gies. He further contended that principals have not evalu¬
ated teachers effectively and are not aware of some of the
intervention strategies that may be used to improve the
marginal teacher's performance. If a principal does not
have knowledge of these intervention strategies, a further
concern arises about the principal's ability to help improve
the teacher's performance.
Statement of the Problem
The problem of this study is the extent to which
principals utilize selected intervention strategies to
improve the performance of marginal teachers. Based on the
influence the teacher has on the achievement of students.
Prase and Hetzel (1990) stated that "the severity of the
problem of ineffective teaching of marginal teachers can no
longer be ignored." It is imperative that the principal
remediate these teachers by using various intervention
strategies.
Significance of the Study
Improving the performance of marginal teachers has a
profound effect on the academic achievement of students. It
is the responsibility of the principal to assist teachers in
performing their job effectively. This may be accomplished
by evaluating teachers effectively, supervising the
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teachers' classroom instructional program/ applying effec¬
tive leadership skills, and using various intervention
strategies to improve the performance of marginal teachers.
Teachers come into the profession to help young people to
learn, and it is the administrator's job to help them
succeed (Frase 1990) .
Review of the literature on the marginal teacher
reveals a startling lack of empirical information about the
types and use of effective intervention strategies being
used by principals to improve the performance of the
marginal teacher. According to a study done by Clear and
Box (1991) , the role of the principal is considered to be
very important in providing instructional leadership for
teachers to improve performance. It is hoped that the
findings of this study will provide information on the
intervention strategies that principals can utilize to
remediate teachers who are marginal. The potential findings
will reveal some strategies that may be used to improve the
performance of all teachers.
The findings of this study will (1) assist princi¬
pals in identifying intervention strategies that may be
utilized to improve the performance of marginal teachers,
(2) determine to what extent principals use each interven¬
tion strategy, and (3) improve the body of information that
principals may use in assisting the marginal teacher.
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Research Questions
Specifically, this study addressed the following
questions;
1. To what extent does the principal use clinical
supervision to improve the performance of marginal teachers?
2. To what extent does the principal use the mentor
teacher to improve the performance of marginal teachers?
3. To what extent does the principal use peer
coaching to improve the performance of marginal teachers?
4. To what extent does the principal use staff
development to improve the performance of marginal teachers?
5. Is there a difference in the utilization of
clinical supervision, the mentor teacher, peer coaching, and
staff development as intervention strategies for improving
the performance of marginal teachers by principals according
to gender?
Summary
The problem of this study is to investigate the
extent to which principals utilize selected intervention
strategies to improve the performance of marginal teachers.
According to the literature, there are far too many teachers
performing at a substandard level in many classrooms. There
is little concern for the problem and the difficulties that
the principals have in improving the performance of the
marginal teacher.
CHAPTER II
REVIEW OF RELATED LITERATURE
The problem of the study was to investigate the
intervention strategies principals use to improve the
performance of marginal teachers. This study compared the
different strategies and determined the extent of the
utilization of the strategies by the principal.
The objective of this chapter was to survey the
literature to document the purpose, background, signifi¬
cance, and problem of this study. The literature was
reviewed under the following related topics: (1) the mar¬
ginal teacher, (2) clinical supervision, (3) peer coaching,
(4) the mentor teacher, and (5) staff development.
The Marginal Teacher
Although there seems to be some disagreement among
the experts in differentiating between marginal and incom¬
petent teachers, most provide similar descriptors. Based on
data obtained from more than 750 site administrators,
Sweeney and Manatt (1990) provided the following picture of
a marginal teacher: "one who appears to have sufficient
command of subject matter, but whose lack of classroom
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management skills gets in the way of student learning."
Arnold (1990) r on the other hand, defined incompetence as;
being incapable, lacking adequate power, capacities or
ability to carry out the duties and responsibilities of
the position. This may apply to physical, mental,
educational, emotional or other personal conditions.
Riehl (1992) described marginality as "a concept
which encompasses the notion of a zone of tolerance within
which some unsatisfactory teachers perform." Huge and
Manatt (1991) viewed the marginal teacher as one who simply
does not meet the school's organizational standards.
Perhaps the most succinct differentiation was made
by Fuhr (1990), who stated, "a marginal teacher is one whose
performance borders on incompetency, but who is not incompe¬
tent." Many principals call this person a "fence rider," a
teacher whose work vacillates between good and bad, but
mostly is bad. As can be seen, there is a difference,
although somewhat hazy, between the nature of the incompe¬
tent teacher and the marginal teacher. This is-a critical
point, since the ability to differentiate between the two
has a direct bearing on what steps principals should take in
supervising them (Bridges 1991) .
Teacher incompetence takes many forms and many types
of incompetence are interrelated (Frase 1992). Bridges
(1990) mentioned five categories of incompetence that help
organize and make understandable the many forms of defici¬
encies. The categories are (1) technical, (2) bureaucratic.
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(3) ethical, (4) productive, and (5) personal. The large
majority of competency problems in schools addresses lack of
teaching ability or technical incompetency (Prase 1992) . In
this category of incompetency the teacher fails to maintain
classroom control, relies excessively on rote learning and
drab techniques such as copying material and seeking answers
to end-of-chapter questions, and requires application of a
concept before the concept is actually taught and practiced.
Technical and productive incompetency are obviously related;
that is, lack of ability to teach will logically result in
productive failure in student achievement.
What teachers do and how they do it make a differ¬
ence in how well their students learn. Substantive dif¬
ferences in student achievement are often the result of
principals who can administer the school and encourage the
faculty to internalize the interrelatedness of teaching and
learning. While there are skills, strategies, principles,
and precepts to guide teachers, "instructional success must
be defined within the context of student performance." In
other words, it is difficult for a school to be perceived as
successful if teachers are ineffective. A marginal teacher
is an individual who is consciously or unconsciously losing
faith in the belief that every child can learn. The mar¬
ginal teacher actually contributes to a dysfunctional situa¬
tion by engaging in boring, uninspiring, and ineffective
instruction (Lawrence et al. 1993). Indicators of the
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marginal teacher may include disproportionate disciplinary
referrals, excessive student failure, and numerous com¬
plaints from students, parents, and colleagues in the build¬
ing. However, principals need to determine what the causes
might be if appropriate ameliorative measures are to be
taken. The types of remediation to be employed should
reflect to some extent the previewed cause of the teacher's
difficulties .
The purpose of supervision and professional develop¬
ment programs is to assist teachers in doing their job
effectively. Teachers come into the profession to help
students learn and achieve, and it is the principal's job
to help them succeed. This may be accomplished through
intervention strategies that may be utilized to improve the
performance of marginal teachers.
Clinical Supervision
Sergiovanni and Starratt (1983) defined clinical
supervision as "an in-class support system designed to
deliver assistance directly to the teacher ... to bring
about changes in classroom operation and teacher behavior."
Mosher and Purpel (1972) defined clinical supervision as
"planning, observation, analysis and treatment of the
teacher's classroom performance." Robert Goldhammer, one
of the earliest advocates of clinical supervision, regarded
it as a process in which the supervisor's foci for analysis
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are the observational data on classroom teaching behavior,
with such data being used as a basis for working with
teachers on instructional improvement in a face-to-face
relationship.
The whole point of clinical supervision is to
provide a nondirective but supportive environment in which
a teacher feels comfortable enough to admit to having a
concern, seek some feedback about the concern from the
principal or designee, devise a plan to deal with the
concern, and put the plan into effect (Tye 1993). Most
likely, the teacher would ask the colleague to return for
additional observations from time to time. After all, part
of the reward for a teacher who is trying to improve is
having someone around who can recognize that improvement.
We all need "strokes"; clinical supervision can be a natural
way to give and receive well-earned praise and encouragement
(Manatt 1992) . Clinical supervision is the method for
overcoming teaching problems and attaining a high level of
instructional excellence. The principal is the key to its
success. Drake (1992) stated that clinical supervision
emphasizes individual professional growth and development
while, in contrast, traditional in-class supervision
emphasizes the negative defects of the individual. Reavis
(1991) made a succinct point when he suggested that practi¬
tioners of clinical supervision assume that teachers possess
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the drive and personal resources to solve their own prob¬
lems. Clinical supervision is a process that aims at help¬
ing each teacher identify and clarify problems, receive data
from their supervisor (principal), and, most important, help
develop solutions with the aid of the principal.
Teacher attitude toward clinical supervision tends
to be more positive than traditional supervision. Tradi¬
tional supervision all too often casts the supervisor in the
role of a superior teacher explaining to the teacher what
needs to be changed and how to change it. Early research
studies by Shuma (1987) , Myers (1975) , and Reuvis (1977)
focused on attitudes toward supervision, investigating
differences between groups clinically versus traditionally
supervised or changes in attitude upon the implementation of
clinical supervision. Most of the studies reported more
positive, though not necessarily statistically significant,
attitudes often in clinical supervision implementation.
Snyder (1990) stated that clinical supervision as
generally tested researched alternatives to in-class super¬
vision as generally practiced. However, there are specific
skills that must be mastered if the clinical supervision
model is to be effective. The principal's mastery of
Cogan's (1973) eight steps in clinical supervision is essen¬
tial to carry out the process effectively. The eight steps
are: (1) establishing the teacher-supervisor relationship,
(2) planning with the teacher, (3) planning the strategy of
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observation, (4) observing instruction, (5) analyzing the
teaching-learning processes, (6) planning the strategy of
the conference, (7) the conference, and (8) renewed
planning .
Genuine colleagueship and good communication skills
are important. School systems wishing to adopt the clinical
supervision approach are well-advised to plan a thorough
training program for those in supervisory roles (Snyder
1990) .
The benefits to improve instruction will be well
worth the efforts. It is inevitable if strengths and weak¬
nesses are to be identified and if the teacher is to be
given constructive counsel as to steps to be taken in order
to improve performance (Pavan 1991).
Kerr (1990) conducted a study to investigate the
characteristics of teachers and/or principals in relation¬
ship to usage of clinical supervision to improve the perfor¬
mance of teachers. He measured the amount of change in
classroom teaching patterns by analyzing pre and post audio
tapes using the Flanders Interaction Analysis System for
twenty teachers receiving clinical supervision. Teachers
moved from direct to indirect teaching patterns.
Woodruff (1991) reported positive mean gain scores
in self-analytical and self-directive teaching characteris¬
tics were registered by those in the clinical supervision
group, and the mean gain scores were greater than those in
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the resource supervision group. Pavan (1991) mentioned that
clinical supervision has the intended outcome of improving
the teaching/learning process through modified teacher
behavior .
Peer Coaching
It is the concern of educators to improve the per¬
formance of teachers so that their performance will help
students to learn. In studying how teachers can create
better learning environment for themselves, Joyce and
Showers (1995) noted from early peer coaching studies by
Seller (1988) and Shumlan (1987) that successful peer coach¬
ing teams developed skills in collaboration and enjoyed the
experience so much they wanted to continue their collegial
partnerships after they accomplished their initial goals.
The study of teaching and curriculum must be the focus.
Peer coaching is a confidential process through
which two or more professional colleagues work together to
reflect on current practices; expand, refine, and build new
skills; share ideas and teach one another; conduct classroom
research; or solve problems in the classroom. Earlier
studies by Kent (1985) and Showers (1984) showed that
teachers who had a coaching relationship—that is, who
shared aspects of teaching, planned together, and pooled
their experiences—practiced new skills and strategies more
appropriately than did their counterparts who worked alone
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to expand their repertoires. Through research by Baker and
Showers (1993) / they found that members of a peer coaching
group exhibited greater long-term retention of new strate¬
gies of new teaching models over time. Peer coaching helped
nearly all the teachers implement new teaching strategies.
Equally important, teachers introduced to the new strategies
could coach one another provided that teachers continued to
receive periodic follow-up in training settings. It was
recommended by Raywid (1993) that principals arrange school
settings so that teachers could work together to gain suffi¬
cient skill to improve instruction. Collaborative planning
is essential if teachers are going to learn from one another
while planning instruction, developing support materials,
watching one another work with students, and thinking
together about the impact of their behavior on their stu¬
dents' learning. Peer coaching provides teachers a way to
address their instructional problems.
The research done by Joyce and Showers (1993)
reported that principals can implement instructional
improvement by identifying the desired innovation, apprais¬
ing the teachers of all the facets of the instructional
method, and then monitoring the implementation through the
peer coaching model. Berliner (1990) contended that the
research on teacher effectiveness is implemented only when
someone provides in-class assistance to teachers.
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For teacher supervision to yield changes in teacher
performance/ there should be adequate time devoted to the
process, initiative, and motivation emanating from the
teacher's empathy and credibility of the principal and a
focus on instructional improvement rather than evaluation.
If properly managed, peer coaching meets each of those
requirements (Bang-Jansen 1990) .
Based on the findings of the study by Johnson
(1993), the following conclusions were drawn; (1) peer
coaching was effective in improving the performance of
teachers, (2) the changes in teaching behavior generally
increased student focus and involvement in the learning
experience and resulted in teachers trying different teach¬
ing strategies, and (3) peer coaching is a cost-effective
method of providing in-class feedback and support for
teachers. Teachers benefit from peer coaching by feeling
less isolated and having a greater support system of many
resources for instruction and curriculum as well as for
problem solving (Seller 1992) . Teachers will often teach
one another because of the collaborative structure and
shared knowledge base about teaching and learning and
develop new norms that support experimentation and risk
taking (Baker 1990) .
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The Mentor Teacher
Peer mentoring is currently a term used to describe
a process of professional improvement in which teachers
assist other teachers in becoming more competent and innova¬
tive in the use of pedagogical skills. Recent studies by
Kennedy (1991) and Huling-Austin (1992) suggested that
teachers feel the most qualified individual to assist in the
development and refinement of teaching skills and strategies
is another teacher.
The mentor teacher, by contrast, has first-hand
knowledge of the marginal teacher's performance. Indeed,
studies by Bova and Bush (1992) indicate that teachers see
their colleagues as their first choice for professional
help, even in cases of supervisory assistance (Kennedy
1991) . Mentoring involves a partnership in which colleagues
are working together toward the goal of instructional
improvement. The mentor teacher is a fellow teacher who has
expertise in pedagogy as well as subject matter.
The function of the mentor is to assist the teacher
in improving performance. He/she should be capable of
modeling the teaching techniques designated as deficiencies
in the performance plan. The mentor must also agree to
allow the teacher to observe his/her class, observe the
marginal teacher in class, and meet and confer with the
teacher to discuss performance. The role of the mentor
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should be specified in the performance improvement plan
(Ganser 1993) .
One of the substantive advantages to peer mentoring
is that the whole process of instructional improvement
occurs in an environment free of evaluative constraints
(Collins 1990) . The reason for this is that peer mentors
are free from the typical charge to merge evaluation with
improving instruction. The whole purpose of peer observa¬
tion and subsequent feedback is one of teacher growth as
opposed to a series of determinations pertinent to a summa-
tive formal evaluation (Neal 1993) .
Magliairo et al. (1992) mentioned some of the
specific advantages of peer monitoring; (1) actual class¬
room performance becomes the basis for improvement/ (2) the
observing teacher is in a position to identify details that
might elude the teacher who is absorbed with the dynamics of
the process of teaching/ (3) the mentor may improve his/her
own skills as a result of the peer exchange/ and (4) the
whole peer monitoring process enhances the notion of teacher
empowerment and clearly indicates that teachers have much to
contribute in the area of instructional improvement.
Given the reality of principals who are overburdened
with numerous managerial functions/ it makes good sense to
establish a professional improvement program in the school
so that the staff can provide a diverse and extensive
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resource base for those teachers who are in need of improv¬
ing teaching performance (Benningfield 1991) . It seems
most likely that a peer mentoring program would contribute
greatly to this sense of excellence (Bova 1992) .
Staff Development
Improving the performance of marginal teachers
through staff development programs has become common prac¬
tice in school districts across the United States (Baden
1990) . The heavy reliance upon teachers to deliver a qual¬
ity educational program gives staff development or inservice
education "both its importance and its urgency" (Bottoms
1990) .
Dale (1991) described a staff development program as
a means of providing improvement that draws upon "the total¬
ity of educational and personal experiences that contribute
towards an individual's being more competent and satisfied
in an assigned professional role." Staff development
involves improving skills, implementing curricular proce¬
dures, expanding subject matter knowledge, planning and
organizing instruction, and increasing personnel effective¬
ness (Dale and Solo 1991).
Among their many roles and responsibilities, prin¬
cipals face the challenging task of providing for the pro¬
fessional development of the teachers at their school site.
This responsibility is assigned to the principal because he
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or she has ready access to data that provide a clear picture
of the strengths and weaknesses of individual staff members.
With these data, principals know they have the responsibil¬
ity to provide for professional development of the staff at
the school site (Berman 1992). They plan workshops, provide
for attendance at conferences, and select activities that
will address the areas that have been selected for improve¬
ment. Research by Sparks (1990) and Marzarella (1991) has
demonstrated that teachers often resist having others diag¬
nosing and prescribing for them. Due to the fact that
teachers are adults and professionals, they know that they
should have power in determining the professional develop¬
ment activities which they need and in which they will
participate. In addition, this research indicates that
teachers have a better opportunity for long-term growth with
a long-range program that provides for follow-up practice,
coaching, and peer support in solving problems in improving
performance related to the implementation of skills and
behavior. Helping teachers grow professionally is an impor¬
tant purpose of staff development programs because teachers'
beliefs, attitudes, and pedagogical skills significantly
influence the way they teach (Guskey 1990, Hawthorne 1991).
Many studies have been conducted ascertaining key
components of effective staff development programs. Find¬
ings from Joyce and Showers (1990) suggested that staff
development programs that use presentation, demonstration.
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and practice as well as classroom feedback and coaching are
more successful than programs that do not use feedback and
coaching. Goldenberg and Gallimore (1991) noted that
"quick-fix" workshops will not help in improving teacher
performance. Creating contexts of the teachers' workplace
in the workshop will assist and sustain meaningful changes
in performance (Bishop 1991) . These contexts should consist
preeminently of engaging teachers in rigorous examinations
of teaching. The staff development programs should assist
professionals to inquire into and reflect upon practice,
elicit and share knowledge, and work collaboratively to
improve performance, which is essential to the success of
the school program (Lambert 1989) .
Summary
The issue of marginal teachers must become a top
management priority for principals as they try to meet the
demands of today's world of education (Duttweiler 1991).
Unfortunately, there will always be a certain number of
marginal teachers, no matter how effective the school
leadership is (Frase 1990) . Our challenge is to keep that
number as small as possible.
Much of the literature reviewed for this study
either directly or indirectly pointed in the direction of
dismissal as the most plausible way to deal with marginal
teachers (Bridges 1990, Frase and Hetzel 1990, Fuhr 1990,
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Huge and Manatt 1990, Sweeney and Manatt 1991). However,
most principals acknowledge an obligation to help teachers
succeed. The question which faces all is "How much obliga¬
tion and for how long?" (Prase and Hetzel 1990). Whatever
the answer, it is important that principals utilize strate¬
gies that will assist the marginal teachers to improve
performance and do a creditable job if they are going to




The purpose of this study was to investigate the
intervention strategies that principals may utilize to
improve the performance of marginal teachers. Professional
development programs are designed to assist teachers in
performing their job effectively. Teachers come into the
profession to help students learn, and it is the principal's
job to help them succeed. Most teachers in our nation's
schools are competent, conscientious, and hard-working indi¬
viduals (Brieschke 1992). All too often, their efforts are
overshadowed by the poor performance of a relatively small
number of incompetent or marginal teachers. These incom¬
petents must be identified by the principal, and interven¬
tion strategies must be utilized to improve the marginal
teacher's performance (Bridges 1990). To gain additional
insight into this situation, principals' intervention strat¬
egies were investigated to determine the extent to which
principals utilized intervention strategies to improve the
performance of marginal teachers.
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Presentation and Definition of Variables
The literature suggests that the purpose of super¬
vision and professional development programs is to assist
teachers in performing their job effectively. It was per¬
ceived that a relationship existed between the variables
presented in this study.
The independent variable is intervention strategies
which include clinical supervision, peer coaching, the
mentor teacher, and staff development. The dependent vari¬
able is improved teaching performance. If intervention
strategies are utilized effectively by the principal and
teachers respond with a positive attitude, then there should
be a certain amount of improvement in the teacher's perfor¬
mance (Lerch 1991) .
Intervention strategies; Intervention strategies
are professional development activities that the principal
uses to improve the performance of teachers. The interven¬
tion strategies in this study included clinical supervision,
peer coaching, the mentor teacher, and staff development.
Clinical supervision; Clinical supervision is a
collaborative process whereby teacher and observer work
together for instructional improvement (Pavan 1991). Mosher
and Purel (1990) stated additional components to this pro¬
cess which include planning, observation, analysis, and
treatment of the classroom teacher's performance.
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Peer coaching; In peer coaching, two or more pro¬
fessional colleagues work together to reflect on current
practices, expand and refine instruction, share ideas, teach
one another, and solve problems in the classroom.
Mentor teachert The role of the mentor teacher is
to provide support to teachers which will enable them to
grow professionally and be effective in the delivery of
instruction (Stanulis 1994) . The mentor teacher is a
nonthreatening resource with whom the teacher can discuss
problems and have individualized assistance based on needs
of the teacher.
Staff development: Staff development provides
activities that draw upon "the totality of educational and
personal experiences that contribute towards an individual's
being more competent and satisfied in an assigned profes¬
sional role" (Dale 1991) .
Limitations of the Study
The study was limited by the following;
1. The findings were restricted to principals of
elementary schools in the Atlanta metropolitan area. A
random sampling was utilized,
2. The findings were limited to the independent and
dependent variables as defined in this study.
3. The study was limited to fifty elementary
schools in the Atlanta metropolitan area from the following
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public school districts: City of Atlanta/ Clayton County/
DeKalb County/ Fulton County/ and Gwinnett County.
4. Race was not a factor because intervention
strategies may be utilized on all teachers.
5. Principals may not be trained to utilize the
selected intervention strategies.
Summary
This chapter provided the theoretical and conceptual
framework for the study. The independent and dependent




The problem of this study was to investigate the
extent to which principals use selected intervention
strategies to improve the performance of marginal teachers.
This study compared the different intervention strategies
and examined the extent to which the principal used the
strategy effectively and the extent of use by gender. This
chapter contains the methods and procedures that were used
to collect and analyze data on the research topic.
Description of the Setting
The study was conducted with the principals of fifty
schools randomly selected in each of five metropolitan
Atlanta school systems. The schools included in this study
were elementary schools in the urban and suburban section of
the southern and northern part of the Atlanta metropolitan
area. All of the systems are racially mixed; however, the
population of the students in the Atlanta and DeKalb County
systems is majority Black, and the population of the
students in the Fulton, Gwinnett, Clayton, and Cobb County
systems is majority White. Student populations are as
follows: City of Atlanta, 65,500; Clayton County, 39,970;
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The population consisted of fifty principals from
elementary schools that were randomly selected from five
metropolitan Atlanta school systems. In using the random
selection process, every fifth school was selected until
fifty schools had been identified. Questionnaires were sent
to the principals of the selected schools.
Description of the Instrument
The questionnaire used for this study was designed
by the researcher under the advisement of the thesis com¬
mittee and approved by the chairperson. The questionnaire,
which was mailed to principals, consisted of two parts. The
first part of the instrument examined implementation of
selected intervention strategies; it identified components
as (1) clinical supervision, (2) peer coaching, (3) mentor
teacher, and (4) staff development. The second part of the
instrument asked for selected demographic information about
the principal's gender, number of years in the principal-
ship, highest degree attained, and membership in profes¬
sional organizations.
A Likert-type scaling procedure was used to assess
the responses. The scale was coded with the following
values; Very Often =5, Often =4, Sometimes =3, Seldom =
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2f and Never = 1. This scale was used for responding to
questions in the first part of the instrument. In the
second section of the instrument, participants responded by
indicating the answer that best described their demographic
characteristics. Directions were given at the beginning of
each part.
Data Collection
The data for the study were collected by sending the
questionnaire to fifty elementary school principals in the
Atlanta, Clayton, DeKalb, Fulton, and Gwinnett school
districts. Thirty-five of the fifty questionnaires were
completed and returned. The questionnaire required that the
principals respond to twenty-nine items indicating their
perceptions of the implementation and utilization of
selected intervention strategies that were being researched.
Additionally, the principals responded to demographic items
which required an individual response to their gender,
number of years in the principalship, level of highest
degree, and membership in professional organizations.
Statistical Applications
The purpose of this study was to determine the
extent to which principals utilize selected intervention
strategies to improve the performance of marginal teachers.
This study did not seek to examine differences among the
intervention strategies but, rather, to determine to what
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extent the strategies were being utilized. Descriptive
statistics including neans, frequencies/ and percentages
were used to analyze the data. A test of statistical
significance (parametric), the analysis of variance (ANOVA)
technique, was used to compare significant differences in
the gender of the principals to the extent to which they
used the selected intervention strategies.
Summary
In conclusion, the study sought to determine the
extent to which principals utilize selected intervention
strategies to improve the performance of marginal teachers.
A Likert-scale questionnaire was used to collect data by
measuring the extent to which principals utilize the
selected intervention strategies effectively. A total of




The purpose of this study was to determine the
extent to which principals use selected intervention
strategies to improve the performance of marginal teachers.
The instrument used in this study to measure the extent of
utilization was developed by the researcher and employed a
Likert-type scaling procedure. There were twenty-five items
on the questionnaire that related to use of intervention
strategies. The questionnaire was sent to fifty elementary
principals whose schools were randomly selected from five
metropolitan area school districts; (1) City of Atlanta,
(2) Clayton County, (3) DeKalb County, (4) Fulton County,
and (5) Gwinnett County.
Specifically, the study sought to answer the
following questions;
1. To what extent does the principal use clinical
supervision to improve the performance of marginal teachers?
2. To what extent does the principal use the mentor
teacher to improve the performance of marginal teachers?
3. To what extent does the principal use peer
coaching to improve the performance of marginal teachers?
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4. To what extent does the principal use staff
development to improve the performance of marginal teachers?
5. Is there a difference in the utilization of
clinical supervision, the mentor teacher, peer coaching, and
staff development as intervention strategies for improving
the performance of marginal teachers by principals according
to their gender?
Demographic Information
Questionnaires were sent to fifty principals. A
total of thirty-six completed questionnaires were returned.
Demographic data relative to the sample were also obtained
through the questionnaire, the results of which are
displayed in table 1.
An analysis of the data for the sample population
revealed that 21 or 60 percent of the principals were female
and 14 or 40 percent were male. The number of years in the
principalship was somewhat evenly distributed between 4-6
years, 10 or 29 percent, and 10 years or more, 11 or 31
percent. The highest degree attained by most respondents
was a specialist degree, 16 or 43 percent. Twelve or 37
percent of the principals indicated that they had a doctor¬
ate, and 7 or 20 percent had a master's degree. Over half
or 81 percent indicated that they were a member of one or
two professional organizations.
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Table 1.—Demographic Information on Principals
Demographic Factors Frequency Percent
Gender:
Male 14 40.0
Female 21 60 .0
Total 35 100 .0
Years in Principalship:
1-3 years 7 20.0
4-6 years 10 29.0
7-9 years 7 20.0
10 years or more 11 31.0
Total 35 100.0
Highest Educational Level:
Master's Degree 7 20 .0
Specialist Degree 16 43.0
Doctorate 12 37 .0
Total 35 100 .0
Membership in a Professional
Organization:
Elementary School Principals
Association for Supervision and
28 79.0
Curriculum Development 21 58.0
None 7 20.0
Utilization of Selected Intervention
Strategies
Table 2 indicates the extent to which principals
utilize selected intervention strategies to improve the
performance of marginal teachers.
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Table 2.—The Extent of Utilization of Selected Intervention
Strategies
Variables Frequency Mean Percent
Clinical Supervision;
Very Often 3 8.0
Often 29 81.0
Sometimes 4 11.0
Seldom 0 0 .0
Never 0 0 .0
Total 36 4.38 100 .0
Mentor Teacher:
Very Often 9 25.0
Often 23 64.0
Sometimes 3 8 .0
Seldom 1 3.0
Never 0 0 .0
Total 36 4.53 100 .0
Peer Coaching;
Very Often 1 3.0




Total 36 2.98 100 .0
Staff Development;
Very Often 16 46.0
Often 16 46.0
Sometimes 3 8.0
Seldom 0 0 .0
Never 0 0 .0
Total 36 4.70 100.0
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Clinical Supervision
Twenty-nine or 81 percent of the principals indi¬
cated that they use clinical supervision often. Three or 8
percent indicated that they use the strategy very often, and
4 or 11 percent use the strategy sometimes. None of the
principals indicated that they seldom or never use the
strategy. Clinical supervision had a mean score of 4.53.
This indicates that principals in this study often use clin¬
ical supervision as an intervention strategy to improve the
performance of marginal teachers.
Mentor Teacher
Twenty-three or 64 percent of the principals indi¬
cated that they use the mentor teacher often to improve the
performance of marginal teachers. Nine or 25 percent use
the strategy very often, 3 or 8 percent sometimes, and 1 or
11 percent seldom. No one indicated that they never use
this strategy. Mentor teacher had a mean score of 4.53.
This indicates that the principals in the study often use
the mentor teacher as an intervention strategy to improve
the performance of marginal teachers.
Peer Coaching
Thirteen or 37 percent of the principals indicated
that they use peer coaching often to improve the performance
of marginal teachers. One or 3 percent indicated that
he or she uses the strategy very often, 4 or 11 percent
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sometimes, 8 or 23 percent seldom, and 9 or 26 percent indi¬
cated that they never use this strategy. Peer coaching had
a mean score of 2.98. This indicates that the principals in
this study sometimes use peer coaching as an intervention
strategy to improve the performance of marginal teachers.
Staff Development
Sixteen or 46 percent of the principals indicated
that they use staff development often to improve the perfor¬
mance of marginal teachers. Sixteen or 46 percent use the
strategy very often, and 3 or 8 percent use the strategy
sometimes. None of the principals indicated that they
seldom or never use this strategy. Staff development had
a mean score of 4.70. This indicated that the principals
used staff development often as an intervention strategy to
improve the performance of marginal teachers.
Gender
Table 3 presents the means of responses for the
selected intervention strategies by principals' gender.
There was no difference in the extent to which
principals use clinical supervision, the mentor teacher, and
staff development based on the principals' gender. The
principals often used these strategies to improve the
performance of marginal teachers. However, there was 0.61
points difference in the mean score for gender of principals
39
Table 3.—Means of Responses for Selected Intervention








Clinical Supervision 4.33 4.44
Mentor Teacher 4.65 4.53
Peer Coaching 2.63 3.24
Staff Development 4.74 4.73
who utilize peer coaching. Male principals had a mean score
of 2.63, which indicated that they use peer coaching seldom,
and female principals had a mean score of 3.24, which indi¬
cated that they use the strategy sometimes.
Table 4 presents the analysis of variance and the F
ratio for the difference between gender and clinical
supervision.
Table 4.—Analysis of Variance and F Ratio for Significance














The F ratio was .521 and was not significant at
the .05 level of significance. There is no significant
difference between gender of the principals and the use of
clinical supervision as an intervention strategy.
Table 5 presents the analysis of variance and the F
ratio for the difference between gender and mentor teacher.
Table 5.—Analysis of Variance and F Ratio for Significance










Principal .115 1 .115 .417 .523
Residual 8.513 31 .275
Total 8.627 32
The F ratio was .417 and was not significant at
the .05 level of significance. There is no significant
difference between gender of the principal and the use of a
mentor teacher as an intervention strategy.
Table 6 presents the analysis of variance and the F
ratio for the difference between gender and peer coaching.
The F ratio was 1.312 and was not significant at
the .05 level of significance. There is no significant
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Table 6.—Analysis of Variance and F Ratio for Significance










Principal 3.017 1 3.017 1.312 .261
Residual 71.278 31 2 .299
Total 74,294 32
difference between gender of the principal and the use of
peer coaching as an intervention strategy.
Table 7 shows the analysis of variance and F ratio
for the difference between gender and staff development.
Table 7.—Analysis of Variance and F Ratio for Significance










Principal .002 1 .002 .013 .908
Residual 5.067 31 .163
Total 5.069 32
The F ratio was .013 and was not significant at
the .05 level of significance. There is no significant
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difference between gender of the principal and use of staff
development as an intervention strategy.
Summary
The focus of this chapter was to analyze the data
with respect to the extent to which principals utilize
selected strategies to improve the performance of marginal
teachers and the extent of the use of each strategy by
gender. The data obtained from the questionnaire were
presented in two sections. The first section presented
demographics on respondents in terms of gender, number of
years in the principalship, highest educational level, and
membership in a professional organization. Data revealed
some differences among the principals in terms of demo¬
graphics. The second section analyzed results in terms of
the research questions. Descriptive statistics including
means, frequencies, and percentages were used to analyze the
data on the utilization of selected intervention strategies.
Data revealed that principals utilize clinical supervision,
the mentor teacher, and staff development more often than
peer coaching.
The primary statistics used to interpret the
selected intervention strategies by the principals' gender
were analysis of variance (ANOVA) and means. The data
revealed no significant difference between the use of




This chapter sumniarizes the extent to which princi¬
pals utilize selected intervention strategies to improve the
performance of marginal teachers, discusses the findings and
implications of the study, and makes recommendations based
on the findings.
Findings
The findings in this study indicated the extent to
which principals utilized selected intervention strategies
to improve the performance of marginal teachers. Demo¬
graphic information was obtained from each participant in
the study.
1. The average principal in the study was female,
had been a principal for ten years or more, had obtained a
specialist degree as the highest educational level, and was
a member of a professional organization.
2. Based on a Likert scale of Very Often = 5,
Often = 4, Sometimes =3, Seldom = 2, and Never = 1, over
50 percent of the principals indicated that they often used
clinical supervision and the mentor teacher to improve the
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performance of marginal teachers. Forty-six percent of
the principals indicated that they very often used staff
development, and 46 percent indicated that they often used
this strategy. This is the only intervention strategy that
was utilized by 46 percent of the principals very often.
Peer coaching used as an intervention strategy was often
utilized by 37 percent of the principals. None of the
principals indicated that they had never used clinical
supervision, the mentor teacher, or staff development as an
intervention strategy for marginal teachers. However, 26
percent of the principals indicated that they had never used
peer coaching as an intervention strategy.
Conclusions
The following conclusions were based on the findings
in this study and are presented as responses to the research
questions which guided this study.
1. To What extent does the principal use clinical
supervision to improve the performance of marginal teachers?
The data showed that 81 percent of the principals
often utilized clinical supervision as an intervention
strategy to improve the performance of the marginal
teacher.
2. To what extent does the principal use the mentor
teacher to improve the performance of marginal teachers?
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The data showed that 64 percent of the principals
used the mentor teacher as an intervention strategy to
improve the performance of the marginal teacher.
3. To what extent does the principal use peer
coaching to improve the performance of marginal teachers?
The data showed that less than half (37 percent) of
the principals often used peer coaching as an intervention
strategy to improve the performance of marginal teachers.
However, 26 percent of the principals indicated that they
had never used this strategy.
4. To what extent does the principal use staff
development to improve the performance of marginal teachers?
The data showed that less than half (46 percent) of
the principals very often and 46 percent often used staff
development to improve the performance of marginal teachers.
This is the only strategy that was very often utilized by 46
percent of the principals.
5. Is there a difference in the utilization of
clinical supervision, the mentor teacher, peer coaching, and
staff development as intervention strategies for improving
the performance of marginal teachers by principals according
to gender?
The data indicated that there was no difference in
the principal's gender and the utilization of clinical
supervision, the mentor teacher, and staff development. The
findings indicated that both genders used these strategies
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often. There was a difference in the use of peer coaching
and the gender of the principal. The mean score for females
in using this strategy was 3.24 (Sometimes) and for males
was 2.63 (Seldom). There was 0.61 points difference in the
mean scores. There was no significant difference in gender
and the use of the selected intervention strategies at
the .05 level of significance.
Implications
Some implications that can be drawn from this study
concern the extent to which principals utilize selected
strategies to improve the performance of marginal teachers.
The findings and conclusions of this study generated the
following implications.
Teachers, like students, learn and improve perfor¬
mance through various strategies that will enhance their
mode of learning. Principals must consider the needs of
teachers and the difficulty of the problem when selecting an
intervention strategy to improve the teacher's performance.
Some teachers respond more positively in a one-on-
one relationship than in a group situation. The utilization
of clinical supervision and the mentor teacher will allow
for this kind of relationship. On the other hand, those
teachers who respond more positively to a group situation
will work more effectively in a collaborative planning
group. Peer coaching and staff development will provide
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this type of contact for the teacher. The study indicates
that more principals use staff development very often than
any of the other intervention strategies. Peer coaching was
utilized less often than clinical supervision, the mentor
teacher, and staff development. Peer coaching is a strategy
that is not as familiar to some principals as the other
mentioned strategies. This may be due to the fact that some
principals do not read current literature on the trends and
research in peer coaching. It is very important for
principals to be knowledgeable of the current research and
trends, so that they will be able to plan a professional
development program that will utilize various intervention
strategies to meet the different needs of the marginal
teachers.
The difficulty and nature of the problem of the
marginal teacher may determine to what extent the principal
will use a specific strategy. Problems differ in nature and
complexity and may, therefore, require the utilization of
one strategy over another or a combination of strategies.
The findings of this study indicated that staff
development was the only strategy that was used very often
by a greater percentage of principals. The reason for this
may be the knowledge that the principal has of this strategy
and how it is conducted. After strengths and weaknesses
have been identified, the principal and teacher plan
together the workshop(s) that the teacher will attend. The
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staff development workshops should provide presentation,
demonstration, and practice for classroom feedback and
coaching.
Why do we still have a large number of marginal
teachers if the majority of the principals are often using
a variety of intervention strategies? The reason for this
may be that principals do not know how to implement the
intervention strategies effectively, or they are not really
using the strategies at all.
Recommendations
Based on the findings of the study, the researcher
makes the following recommendations:
1. A diagnostic approach for identifying specific
factors related to a teacher's marginal performance should
be developed so that the principal can select and utilize
effective strategies which will address the complexity and
variety of causes of marginal performance.
2. Principals should seek out and participate in
inservice, conferences, classes, and other types of staff
development opportunities that will enhance their awareness
of current research and trends in the utilization of various
intervention strategies to improve teacher performance.
3. Research should be done on other intervention
strategies that have improved the performance of marginal
teachers, which may be utilized also by principals.
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4. Principals should conduct ongoing evaluations of
the intervention strategies that they utilize in improving
the performance of marginal teachers. Current research and
information should be used in the evaluation criteria.
5. District superintendents should include in their
annual academy for principals a program for training,
inservice, and other types of professional development that
will enhance the principal's knowledge and skills in utiliz¬
ing and implementing different intervention strategies.
6. This study should be repeated using direct
observation of the principal utilizing selected strategies
in order to determine the extent of the use and implementa¬
tion of the strategy.
7. The principal should plan inservice training for
teachers to become knowledgeable of the different interven¬
tion strategies that they may be involved in assisting to
implement.
Summary
The major purpose of this study was to investigate
principals' intervention strategies that may be utilized to
improve the teaching performance of marginal teachers.
The data from this study revealed that principals
often utilized clinical supervision, the mentor teacher, and
staff development to improve the performance of marginal
teachers. Peer coaching was used less often than any of the
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other strategies. Data indicated that there was no differ¬
ence in the principal's gender and the utilization of clin¬
ical supervision, the mentor teacher, and staff development.
Both genders used these strategies often. There was a
difference in the use of peer coaching and the gender of the
principal. Females used this strategy sometimes, compared
to seldom used by males. There was no significant differ¬
ence in gender and the use of the selected intervention
strategies at the .05 level of significance.
With the current emphasis on improving the perfor¬
mance of thousands of teachers who are functioning at a
substandard level in all too many classrooms, the informa¬
tion from this study will be useful to principals, super¬
intendents, staff, and other professionals who accept the
challenge of utilizing and implementing instructional
strategies that will improve the performance of many mar¬
ginal teachers.
APPENDIX
COVER LETTER AND QUESTIONNAIRE
June 1, 1996
Dear Administrator;
I am conducting research on the marginal teacher.
The purpose of the research is to obtain information from
you on the intervention strategies that you utilize in
improving the performance of marginal teachers on your
staff.
Upon completion, please return the questionnaire in
the self-addressed, stamped envelope. If you have questions
concerning this questionnaire, you may call me at 404-752-
0736 .






INTERVENTION STRATEGIES FOR MARGINAL TEACHERS
Please use the response mode below to indicate and rate the
intervention strategies that you utilize to improve the
performance of marginal teachers on your staff. The
marginal teacher would be a teacher who receives five Needs
Improvement (NI) ratings on the Georgia Teacher Observation
Instrument (GTOI).
Response Mode
5 = Very Often 2 = Seldom
4 = Often 1 = Never
3 = Sometimes
The principal or designee:1.Establishes the teacher/supervisor
relationship. 5 4 3 2 12.Plans a lesson with the teacher. 5 4 3 2 13.Plans with the teacher the
strategy for observation. 5 4 3 2 14.Observes classroom instruction. 5 4 3 2 1
5. Analyzes the teaching/learning
process.
6. Plans with the teacher the
strategy for observation
conference.
5 4 3 2 1
5 4 3 2 17.Conducts teacher-supervisor
conferences. 5 4 3 2 18.Renews planning for future lessons
based upon agreed changes in
instructional procedures. 543 2 1





The principal ensures that;9.The marginal teacher is placed
with a mentor teacher.
10. There is a schedule for the
marginal teacher to observe the
mentor teacher.
11. The marginal teacher observes
the mentor teacher.
12. The mentor teacher observes the
marginal teacher.
13. The mentor teacher assists the
marginal teacher in developing
a performance plan.
14. The mentor teacher confers with
the marginal teacher on a weekly
basis.
15. The principal or designee checks
for progress with the mentor
teacher and marginal teacher on a
weekly basis.
16. An observation schedule has been
developed for the peer coaching
team and the marginal teacher.
17. The peer coaching team collaborates
with the marginal teacher on how
to improve performance.
18. The marginal teacher collaborates
willingly with the peer coaching
team.
19. Principal or designee checks for
progress with the peer coaching
team on a weekly basis.






20. Information from observation is
used to determine area for staff
development for the marginal
teacher.
21. The teacher is involved in
selecting a program to improve
performance.
22. Resources are provided for
teachers to implement the
instructional program.
23. The teacher has sufficient time
to plan after the staff
development session.
24. The teacher is monitored and
observed in the classroom after
the staff development session.
25. A conference is held with the
teacher after observation.
5 4 3 2 1
5 4 3 2 1
5 4 3 2 1
5 4 3 2 1
5 4 3 2 1
5 4 3 2 1
Demographic Information
Please indicate the response which best describes your
answer.















Membership in Professional Attended
Organizations Conference
1. Elementary School Principals
2. ^Association for Supervision and
Curriculum Development (ASCD)
3. National Association of Black
School Educators
4. Other;
Thank you for taking the time to complete this question¬
naire. Please return to: Ernestine Clark, 2707 Arrowwood
Drive, East Point, GA 30344
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